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PUTTING STUDENY TEACHING IR CONTEXT

Marvin A, Brottman
Donald F. Soltz

The University of Chicago

Providing prospective teachers with realistic classroom experiences has been a
part of teacher training since gbout 1839,l aithough ft was advocated as early as 1789.2
From then to the present day, student teaching continues to be a basic elexent in most
teacher training progracs.

The {mportancc of the experience has been subjecied to periodic evaluatinn by
individual institutions and by national organizations. Many of these surveys reported
that practice teachars are not sble to effect changes in their practice classrooms in
part because of traditions nf rigidity by teachers and children and lack of cooperation
by regulay teachers.3 Rigildity {s not a ~ause of the prublem, however, it is a de-
scription of an outcome. It derives fro» the nature of the fnteraction among student
teacher, children, and the cooperating teacher.

Placing the student teaching experience in the context of the total inter-
actfonal process of teacher preparation will facilitzte an uxderstanding of many factors,
such as rigidity, that e¢nter intc the student teaching situation. A consideration of
teacher education as a social system f{dentifies teacher behavior as a product of in-
stitutional expectations on che one hand and {ndividual needs (attitudes, values, and
abilities) on the other. The cxpectations dafine four different roles that teachers
assume over the total time of their preparation expevience. Tbese are the roles of
student, pre-service teacher, beginning teacher, and experienced teacher. It {s within
the pre-service teacher role that student teaching usually occurs.“

iﬂé student role is defined primarily by the college through fts institutional
expectations. The presdervice role has in it additfonal sources of expectations because
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of the presence of student teaching. The college supervisor conveys the expectatfons of
the college to the student, but in addition, the couperating teacher conveys those of the
school, and, insofar as the classroon is a unit within the school, the children also con-
vey thefr zxpectations of vhat their student teacher should do. It is the interaction
between the needs of the fndividual student teacher and all of these role expectations
that determine his behavior.

There have been studies of fnteractfons between student teacher and rooperating
teacher,s between these two and supervlsors,6 and between student teachers and <:hlld|'en.7‘8
Studies of the last two groups have been primarily concerned with children's vieus of the
student teacher and achievement of children in a student teacher's classs. 1In an a“tempt to
enlarge our understandl ng of what occurs in the interaction between student teacher and
chitdren, Brotiman fdentified teacher role expeczations and certain personality character-
fstics of student teachers and their cooperating taachers and related these characteristics
to classroon climate perceived by chlldren.9 Clipate refers to the feelings sroused througt

10 In Brottman's study,

participation in a particular settiang over a period of time.
climate measures were assocfiated with teacher persorality characteristics, but they did not
discriminate between teachers fdenrified as either fustitutional (highly structured) or
individual (dnstructu.ed) in their perception of role expectations. Most important, there
wvere no attempts to relate teacher behavior to efther personality characteristice or to
climate scores.
In terms of the psycho-social ocdel, teacher behavior should be relared f.0 both

role expectctions and personality characteristics since it {5 defined as the outcome of

these two sets of variables. Insofar as classroom climate is a reflection of role ex-

pectations, it, too, should be related to behavior.
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Design of Stuiy

[E

Purpose: This study represents an attempt to explore the relationships among the
variables one would e:pect to oe important on thc basis of the psycho-sccial model of
teacher education. Drauving on that model, several sets of varfiables suggest themselves as
possitilities for fruitful investigation. 1lamely, this study attempts to detect any _
sigaificant rela:zionships between student teschers' perceptions of their roles as teachers,
thelr needs and attftudes, their observad behav:ior ia the classroon setting, and their
stedents' perception of the classroom climere.

Instcunentaticn: Ysing Brottnan's psycho-social model 25 a basls,ll we chose
several instovurnts already In widc usc whicl, presunably ccasured some of the variables of
{nterest. 7Fov exaxnle. roles and their csscciated c¢xpe~tation- werce measured wvith the
Teacher Role Sescript!onlz (TPD).  <he TRD contains 60 itecs; 5 replicationr of 2 {tems eac
Iz purports Lo reasurc perceptiorn of expectations of the teacher role as being oriented
toward instituifonal (nomothetic), individual (idingraphic), or transactional {(m{ddle)
types. Reliabilitics a-e .87, .83, and .92 respectively.

Ferds we e ueasurce with the Eduard's Personal Prefercnce Schedule {EPPS). The -
EP¥S corntafng 225 itens and purports to nmeasure 15 manifest necds associated with the
persoral preference sch2dule. The scales and their reliabilities are: achievement .74,
duference .78, cxhibition .74, autonowy 83, a€fi'lation .77, heterosexuality .E5,
succorance .J¢, nurturance .75, agsression .78, order .87, chang. .8/, endurance .86,
fntiazeption .86, dominance .57, and abacement .88.

In addirfon, attitudas r-lating to tcaching and childreu vere defined by student
teachers' resporces o *he Minnesota Teacher Attitude Inventury (MTAL), which contains 150
icers writh a2 reliability of .8;. Two scoring wethods werc applied Lo MTAI data, that
suggested by the test ranual, and 2 second, propused by lceds as being more suitadble for

student r,eachcu.13

O
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Classroon climate was measured through childrens' responses to My Class Inven-
tory.la Th2 Interwediate form contains 45 items which are grouped into five scalez. The
scales and their reliabilities are: satisfaction .75, friction .70, competition .56,
difficulty .51, and intimacy .54.

Observations of student teachers an3 children were made using the Classroon ~
Observation Record (COR).ls A more thorough justification of the use ~f the Ryans' scule
is in order, since it may not be the must obvious choice of an observation finstrument.
Our decision to use the COR, as opposed to devising our own categories or using one of
the other we!l-known observation schedules such as(ScAR, was made on several grounds,
rome purely practical. Since supervisors of student teachers were to make the observa-
tfons (along with & research assistant), it was necessary to limit the gmount of time

required to learn to use the instrument. The supervisors were already workirg within a
very tight schedule, so the Ryans’ scales suggested themselves as the most straightforward
and easiest to learn to use.

Another reason behind our choice of the COR was that the scale and the cate-
gories were more global than those of other instruments and thus seemed to lend them-
selves more readily to the other dimensions of our problem. The fact that it did not
require intensive in-class concentratior, sllowing the supervisors to make other types of
observations during their visits to student teachers' classes, was also iu its favor.

As to the characteristicc of the Classroom Observation Record, these are
described fully by Ryars in his study of telchers.l6 Briefly, ° it will be re-
called that there are 22 separate seven-point scales, four characterizing studant behavior,
the rest teacher behaviors. The end points of each scale are defined by descriptive
dichotomous adjectives, such as partial -- fair, and harsh -- kindly. To objectify
judgxents, Ryans provides several behavier descriptions characteristic of euch end of

the scale.

O
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We ghould note here, toc, that our use of the COR Jiffered from Ryans' pro-
cedures somewtat. Several different odservations by the rescarch assistant and one of the
three student tecaching supervisors tock place soon after the students had been placed in
the first of their two studsnt teaching assignments. The original intent of these ob-
scrvations was to attempt tu estahlish inter-rater agreement., s‘ice no ''senior'' rater was
available who could teach us to use tie instrument. ‘le presumed that {f agreement were
sufficiently high between two rat:@:rs viewing the same student teacher simultaneously
(contrary to Ryans' tuggestion of obscrvations separated in time), chen either of these
raters vas sifficiently adept with the CJOR to procced to use it in the main task of our
research. 1ln fact, inter-rater agreemeat or. the s{x test fnstances was considered sufff-
cient for our purposes. COul of 132 separate ratingc (i. e., six different trials using
the 22 seven-point scales of the COR) made by the research assistant and cach of the three
student teacher supervisors, 89 percent (116) of the ratings were efther in exact agreement
or one catagory apart on the seven-point scale. Ninety-eight per cent, or 129 out of 132,
judgments were within two categories of one another. Virtually all were in agrcement as to
whkeh side of che midpoint they fell on.

Sanple: Our cverazll sazple consisted of 39 student teachers enrolicd in a
nasters degree progian for elementary school teachere. They comprised most of the parti-
cipants in that program for rhe past two years. There were 33 fecales, and 6 males in the
sarple. A a group thay t-nded to he exceptionally bright, liberal arts graduates from
rather more prestigious f{nstituticns. Table 1 presents the unvariate statistics
characterizing these student teachers.

Much >f the data use? in the folloving analyses are partisl, however, since at
varfous points in the conduct of the rescarch, complete data could not be collected due

to lack of human resources, non-cooperation. pressures of time, or unusable responses.
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Procedure: Student teachers agreeing to participate in the study were given

che MTAI, Z°PS, and TRD. Thesc data u-re collected early fn the Fall Quarter, and repre-
sent responses by subiccts who hed 1ot yet entered teacher trafning. In :hose classes
where cbservations wcre nade, they yore begun the follewing February, shortly 1¢ter
the student teacherxs had Leen piaced in their first practice teaching cssignneats. The
oLcervations Were carried ou through rh2 school teru.

With the plac.ment of tLn: student t2achers in their second assignmenz (Spriug
Guarter), a'rancemecnts wverc rnide witia (vu” of the cooperating teachecs o aduinijter Ty o
il Class Invcatory iuice pre-po.t) in four classreon: (Pretest =158, Foritert Ke=127).
ine first adninistration vac rade Serore the student teecher had terouwe active in class,
thr second wis toward che end ol the student teaclter’ s tenure iu the class Lfune). Two of
thee~ classes vvere fn Lypical {nner-city school: (yrades 4 and 5), ane in an experiment-1
educ-tion center in the inner-cicy (grade 3;, and one in a private school, populated
la:gely by upper-middle class childrea (grade 4).

Another eleven classrooms (N 292) ook the posttust~ Hy Class only {that is. near
the nnd of the s*uden” teacher’s cernm with the zlass). Thuc, ther: .;as a grard total of

13 classroors for vhich Mv Class responses were available. Following hdcr:on,l? we took
che mean sccres on each of the five scales %o bc characteriztic of he 2ntire class.
Systematic obscrvalious f the student teachers were mzdn on part of th. total
sa.ple only. Varying auabers of observations usinrg the COR wei - 1'sdc 20 2 2iven teacher.
Yhera possible, we averaged the vesnlts of observations to itteapt to chtsin a truer
picture of the studeni teacher irn a pra-posttest typ: of scries. That Is, for the rel-.:y-.
student teachers, we a“tenpted to obtain 5 sort of soJal observationai profile, using tae

racing scates, for the eavly .tagers of student teaching (“pretest’) anc in the late

stages ("posteest';,
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RESULTS ARD DISCUSSIONS

We present the findings in several sectiona In general, we attempted the most
poverful analysis possible, given the limitations on degrecs of freecdom imposed by having
varying (and at times, extremely small) nunters of subjects available for a given test. Our
overill intent was o attempt to locate, on a tentative basis, any apparently strong rec-
lationships betw2en needs, expcctatiors, atcitudes, teaching behaviors and classroom
clinate, but due to differing sample sizcs and memoership we are able only to present the
data rather piecemeal'at this point in tine.

Pre _and Posttest Classrooa Ciimate Changes

The datoa given {n Table 2 ronld scem to indicate that at least on one of the
scales of the My Class Inventory, the presence of the student teacher in the class makes a
difference. [he children {n the four classes administered both pre- and posttest My Cla-s
shcwed a significant cean change on the "satisfaction’ dimension. The satisfactfon scale
contains questions such as "Chilldren enjoy the.r schoolwork in my class.'" The direction of
tha change {ndicates a .Jecrease {n childrens' satisfaction with the class at the end of the
student tcachers rernm.

It is of intercst to rste the finding by Plandurs, at gl.,is that in the sixth
grxde pupils measuved in their sample, there vas a significant Jecline in favorable atti-
tudes toward school between October, January, and May  Whether the present finding that
satisfection decrease. between approx:mately Aprii and - ° June an be accounted for as an
artifact of the passage of time, or whether it is tiuly due to the presence of the student
teacher cannot be determined froam these data. Obviously, 1 control group of children is re-
quired, and we trust thdt any further rescarch will contain such a group.

We suspectaed thet male and female students night perceive the climate differentiy,
but no significent overail mean differences vere found. It should be fointed out however,
that analytis by classes, rather than by total saasple, revealed significant cale-female
di{ferences with 1 gsope ~lasses. It geeas poisible, than, that some sex differences in
"ERIC
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In one class girls were significantly higher on satisfaction, while in another the opposite
was true. We cannot account for this difference and it wouid seem to present an interest-

ing direction for further research.

My Class and the EPPS, MTAL, and TRD

Usiug the data from 15 classrooms for which we had My Class scores, wve assigned
the mean My Class scores to the respective student teachers. Canonical correlations were ‘
performed to attempt tou relate classroom climate measures to personality needs as
measured by the EPPS and role perceptions nmeasured by the TRD, These comparisons failed
to yield any clesrly interpretable relationships. We concluded that, overall, the
student teachers' perceptions of their needs and roles, measured prior to their entry
fnto the student teaching progranm, are of no use in predicting what the classroom climate
will be in the classes wvhere they practice teach,

A further atteopt was made to relate each of the five My Class scales separaiely
and in combinatian based on factors extracted from a principal components analysis of ~he
My Class data, to thc EPPS scales, and the TRD data. MTAI scores (two sete arrived at by
starndard 3coring and Leed's scoring methods) were also inserted as variates. Scattered
correlations were significant, but no clear pattern of relationship appesred in these
data.

On the basis of some previous werk with the My Class lnventory,19 wve axgected to
find some relatfonships between personality variables of the student teachers and class-
roon climate. Regressing the My Class data from 1. classrooms on MTAI and TRD scores, we
found no significant relations of climate meassur: with the MTAY (using either the standard
and Leeds' scoring systems); nor the TRD scores. That iz, nuzither the MTAI ror the TRD
scoxes of the student teachers proved to bc adequate predictors of classroom climate.

The sane was true of the EPPS. HNonu of the rmultiple regressions nor the

canonical correlations using all five scales of the My Class as criteria, and subsections
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(due to scall 5 aveilable) of the EPPS as predictors, yielded significant results.

Hence, we conclude that, as far as the measurcs used here, we can formulate no
clear relation between the student teachers' perceptions of role, personality needs, nor
attitudes toward children and the classroom climate measures.

The seemiugly toial lack of meaningful relation: 2mong needs, attitudes, role
perceptions and climate raises some vexing questions, which unfortunately we cannot for
the moment answer. We cannot explain the lack of interpretable relationships, since
indeed we would expect some/r:gical grounds. Thus, we do not know vhether the measures
themselves are inadequate,/::e timing bad (perhaps student teach.rs change significantly
io needs, role perceptions and attitudes toward children between September and June).

Too, perhaps the student teacher does not affect the climate as directly as we had

thought, and other conditions may be causing changes in My Class respunses.

Observations and Other Measures

Systenatic observations were mide of some of the student teachers during their
practice teaching experiences. We were interested in trying to find relatjonships be-
tween what we observed and the several other categories of variables we were metsuring.

First, we wished to determine whether any changes could be observed as the
stujen. teachers gained in experfence. That is, were thare any observgble differences in
the wav they Zaught between Februszry-March period, and that of May-June. If differences
did appear, would these relate systeoatically to classroom climate measuras?

Secondiy, we 1 {shed to determine, froc. an oxploratory point of view, wvhether we
could digcern bLehaviors in student teachers that would relate to any of the paper-and-
pencil tests we had administered earlier. Specifically, we wish tv discover if anything
systematic might be said about the student teachers' role conceptions, their personal

needs, and their attitudes toward children vig’. yig their behavior as teachers.

O
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* Barly vs. Late Behavfors of Student Teachers: Table 3 indicates the scales of the
COR on which significantly different oean values were found when '"early" (February-March)
and “late" (May-June) observations were compared Out of the 22 scales compared, signifi-
cant mean differences were detected on three. These changes indicate that the student
teacher tends to become more inftfating, ducocratic, and '"broader' fn his presentations
over time.

The data ¢n Table 3 are based in changes in mean values on each of the 22 scales
of the Ryans'{instrument taken in turn. The mean values for each student teacher on the
Ryans' scales were created using several observations in some cases, and averaging them to
obtain "early” and "late" means scores.

But ft {s also of interest to attempt to determine whether there is an gversll
stiftt fin the behavior of the student teachers. That is, even though only three of the 22
scales of dssrved behavior showed a significant oean shift, it might be possible that there
is a2 generil movement to the student teachers' behavior not revealed by the 22 discrete
T-tests.

We therefore tested the hypothesis that student teachers fincreased in "go-dness"
over time. To do thic, we capitalized on the rather value-laden (in our opinfon) nature of
the Ryans' scales. It s obvious to us that there i{s a "good" and "bad" aide to each
acale; e.g., "autocratic" would be bad, and "democratic' good, “harsh' "bad" snd "kindiy"
good, and so forth. If the early observations of the s2tudent tcachers were taken as a base-
line, the question could then be raised as to whether the changes away from the baseline
in later observations had a discriminable patturn. That is, do the repeated observations
of the same student teachers reveal a general movement toward the "good" or the "bed" side
of the scales?

Using a sign test, of 176 discrete observed changes, 123 of them were in the

Ygood" direction. The z-score, based on the direction of change was 5.30, which has a
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p value far less than .001. Thus, we conclude that student teachers, as -el:uxed‘by repeat
observations made independently by four observers, do become "better,’ that is, they aove
toward being fairer, more democratic, more responsive, kindlier, etc.

Observations _and Climate: Since the observations seemed to be picking up some of
the changes in student teacher behavior, it seemed reasonable to attempt to relate obser-
vations to the mcasures of classroom climate (My Class). In order to test the interrelatio
ship between our climste weasure (My Clars) and observations, it was necessary to use only
those classrooms in which terminai (June) observations had been made as well as the final
test with the My Class Inventory. Sevem classrooms met these criteria, thus placing ::-
treme limitations on the type of stacistical analysis that could have been performed.

Since an indication of the overall relationship between the observations and the
climate measures vas warranted, and a swltiple regression analysis was not possible 3Jue to
the swall number of degrees of freedom, we chose to treat the data using the Kendall
Coefficient of Concordancc.zo This mezasure yields an overall score which is, in essence, ar
average of each subject's rank on every variable. If the ranks tend to be the same for a
given subject (i.e., all high or all low), then the null hypothesis of randomness of rank-
ings may be rejected.

One obvious comparison had to to do with the relationship of "late" veresus "ecarly”
teacher behaviors and pre- and posttest scores from My Class. The question is whether the
late climate scores are more closely selated to observed teacher behavior than the earlier.
One would expect, 1f the student teacher were affecting children's perception of classroom
clioate, to see a closer relationship between what he did late in the quarter as opposed
to early.

We tested, therefore, vhether or not the cosfficlent of concordance was greater
for the earlier association of observations and climate or the later. The "late" data is

comprised of seven classes and their student teachers. The "sarly"” comprised four of those
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seven. Using all rankinge of all 22 scales from the COR and all five My Class scales, the
following was found:
Early data: W= .51, s = 1871, p <.01
Late data: W= .39, s = 8155, p <.001
Both of these coefficients are well beyond the .01 level of probability, indi-
cating that both early and late behaviors of the studeat teacher are significantly related
to the classroom climate, as perceived by the children in the class. However, it will be
noted that a stronger relationship exists between the earlier oo.ervations and climate
than the larer ones., Whether or not this is a significant differeace is indeterminate.
But both results do suggest that student teacher behavio- and classrocm climate are re-
lated. It does not support the expected incresse in relationship »s the student teacher
becomes more comfurtable in the teacher vo .,
For further cooparisons of the seven classrooms from which data were drawn to

make the above comparisons, we accepted Rya'.:'

suggestion that the scales loading highest
on his Xo, Yo, and Zo patterns be used for rasearch purposes.2l The three comparisons
using the coefficient of concordance for judging the relatedness of Ryans' xo, Yo' and Z°
paiterns and the fivc saales of classroom climate yielded the frllowing resules:

Pattern !o with My Class: W = .32, s - 716, p <701.

Pattern Yo with My Class: W = .41, s = 555, p <.01.

Pattern Zo with My Class: W = .53, s = .52, p<ToOl.

Notable heve is the fa:t that all three patterns from the COR are significan.ly
related to :lassroom climate. The fact that al)! three patterns correlated with the same
five classroos climate measures pay call into question the independence of the Ryans'

patterns, at least with regord to these data. Indeed, if the data size had allowed it,

O
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a factor analysis would probably have revealed that all the observations wmade on the
student teachers in this sample were aligned with one factor -- probably a "good-bad"
factor at that. 1f this were true, the significant correciations of the three patterns

and the My Class scorves make rore sense. For example, for Pattern Za. the ntudent teachers
who are more “'stimulating" (as opposed to “dull") and move “original* (as opposed to
“stereotyped"), tend to be found in those classcs where the children express wore satis-
faction, whore there i{s more friction, and wherc there 18 more intimacy. The seme would
tend to hold for the other Lwo patterns the "goo3" observed characteristics tend to covary

with the high satisfaction, friction, and intimacy as perceived Ly the children.

Classroom Observitions, Perception of Role, Needs. .ind Attitudes

Table 4 contains significant correiitions between classroor: observations (CO?),
role perceptions (TRD), meeds (EPPS), and attitudes (MTAX, Leeds scor. ug). There is a
clear and consistent relationship between 7 of the COR scale scores and teachers who see
thewmselves assuming a highly structured, ins.itutfonal (nomothetic) role. Five of chese
comprise Ryans' Xo pattern.

Four nbservation scale scores arc associated with a middle (transactional) role
ard two are related to an unstructuved {idfographic) role. Therc are scattered signifi-
cant correlations between beLavior, needs, and attitudes. They do not supply sufficient
evidence to define a c:car relationship between observed behavicr aud specific perconality
characteristics except as they may allow us to explain other relationships.

It does appear that certain teacher behaviors and rolc perceptions are related.”
Of the three role positions taken, the more hiphly structured is assocfated with more (7)
fdentified behaviors; the lcast highly srructured with fewer (2) behaviors. So, wvhile all
three role positions relate to "harsh-kindly" and "aloof-responsive," the highly
structured role slone relates to "partial-fair," "asutocratfic-democratic,” and "femature-

{ntegrated."

O
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The Ryans' behavior scales use a scoring renge of 1-7 representing ‘'bad" to
"good"” behavinrs. The seven behaviors significantly correlate& with highly structured
roles are kindly, understanding, fair, democratfic, responsive, poised, and integrated be-
haviors. Furtheranre, those teachers that are kindly and understanding also have positive
attfitudes towards children; understanding is associated with a low need to belong; fairness
is associated with a low need for aggression.

These data support the idea that student teachers who see themselves as more
highly structured than other teachers, and following institutional expectations, demon-
strate behaviors highly valued in the educational profession. This is pot to say that
perception of a less structurad role is associated with "bad" behaviors; less structured -
role is related only to "understanding' and ''responsive' behavior.

Insofar as Ryans' patterns correlated significantly with ¢l imate messures, a&rd
pattern Xo correlated significantly with highly structured role perception, on logical
grounds we would expect to find some relationships between elimate and role perception.
Bowever, as reported earlicr, no relationships between these variables were demonstrated.
This posesf the qucstion of the nature of the relationship between climate, role, and
teacher behavier. At this time we can suggest that teacher behavior clearly relates to
both, but either the time of measurement, and/or the instruments, or the small ssmple
precludes establishing a direct relationship among them. Perhaps teacher behavior re-
lates more clearly to climate through pupil behavior rather then through role perception.
Certainly other variables operating withi,y the classroom should be included in any

extension of this direction of the research.

ERIC 15

Aruitoxt provided by Eic:



- 15 -
S AND CONCLUS IONS

The investigation of the interrelationships among . student tcachers' role
perceptions, pe.sonality characteristics, obraorved classroom behavior, and children's
perception of classroom climate has yielded the following results:

1. Clgessroom Climate Changes. There was a decrease in satisfaction

in classroom climate from the time befure the student teacher

cntered the class to after the tcacher had taught for a while.

2. Relatfonships guong Scores c¢€ My Class, EPPS, MTAI, end TRD.

There was no clear relationship between student teachers' percep-

tions of role, personality, needs, attitudes tovards children, and

classroom climare neasures.

3. Barly Vs, Late Specific Behagviors of Student Teachers. Student

teachers were observed to become more initiating, democratic, and

brosder {n heir presentations asver time.

4. Egrly Vs. Late Overall Shift of Behavicrs of Student Tegchers.

There was a significant overall s hift fn student teachers' behavior
tovards the ‘better"” side of the scales. Thus, they tended to be-

cuome wore democratic, responsivae, understanding, kindly, optimistic,
responsible, stesdy, poised, systesatic, stimulating, and original.

5. Classroom Cliaate and Observations of dehavior.

Teucher behavior is significantly related to classroom climate with
no clear difference between early or late measures of behavior and

clisate.
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6. Classroom Climate and Pattexrns of Teacher Bengvior

Climate measures taken together are significantly related to each
of Ryans' patterns ef teacher behavior.

7. Classroom Observations, Perception cof Role, Nceds, gnd Attitudes

There are significant relatienships betwezn certain patterns ef taacher
behavisr and perceptisn 3f role. Mire behavinr measures sre related to
highly structured role than to any ether. Behavicr related signi-

ficantly to some needs and attitudes.

It appears that altteugh teacher behavior is sigaificantly related to> class-
room clinate in general, anly children's perceptiens of satisfactim decrease in class-
rooms with the preseace of a student teaches. This decrease in satisfaction paralleled
the teachers allowing greater freedom for the children {n the classroon as well as the
shift smong tesachers tiwvard thise behaviors more highly valuvi in educaticn. If accepted
as givea, the results wrld appear to present data ceatrary e logical expectations.
Bowever, {f we consider classroom climate as something established primarily by the
cooperating teacher before the appearance wf th: student teacher, then despite what
appear: tn be desirable chao,es in teacher behavior, children are increasingly dis-
satisfisd with the presencs of a new teacher ia the classrcem. It is well knewm that
student teacher-cneperating teacher relationships engender censiderable affect. These
results oay identify the decreasing satisfaction nf chfldren as a reflection sf the
strains >f the teachers relatisnship. Unfertunately there were nc accompanying changes
fu frictien, competitisn, difficulty, ir intimacy.

It als» may be true that the relatisn between student teachers' characteristics
snd classroom climate is really artifsctual, and mire croplex thas the data indicate.

For exampla, suppcse a studeat tesacher were led ty cheose a coodperating teachar (as the

students {n the present instance were alloved te do). He might chuorne awacue cingynent

O
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wvith his own personality, the dictates of that choice being the subtle, subconscious
workings of his needs and values. So, in fact, the student teachers' choice might be
determined by his {d:al image of himself a5 a teacher. But this in turn aight be an un-
realisiic image. Hence, the student tuacher's needs and attitudes might not mesh with th
pervasive climate of the class. WKhatever changes tcok place in the class might be re-
actfons against the student teacher by the class and/or the ccoperating teacher, rather
than the closer connection as time went on which we have hypothesfzed in this paper. Now,
might {t not be that the cooperating teachers' {nfluence is so pervasive that little the
student teacher does or does not do will rcally have much effect except fnasmmch as he
provides a sort of foil against which the cooperating teacher mav play out her role.

Tue relationship of all ciimate measures taken together to Ryaas’ Xo. Yo' and
patterns, although somewhat dissapointing in that al! patterns correlated with the same
five climate measures, suggested at least that climate is a d{mension associated with
teacher behavior. Insofar as Ryaas' patterns were developed from a largxe number of
teachers, a considerable increase in the number of classroums ylelding climate measures
might allow a discrimination among climate scalez and each of the patterns.

Perhaps the greatest disappointment {n this study wss the absence of relation-
ships among measures of perception of teacher role, personality needs, attftudes toward
children, ond classroom climate measures. However, other researchers huve found rel:ﬁ{o:

Relating Catel''s 16 P F quertionnalire to climate measures, Anderson found t:a
{nterns with a measured personalitvy constellation which describes a nervous, tense,
anxious, grouf-oriented (ndividual geem to have classes where much friction, competition
and difficulty with school work are reperted by pupils. These classes algo report litel
aticfaction and intimacy among class members. The opposite climate was reported for

fadependent, self-sufficient teachers.

O
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In an earlier am«ly22 TRD, MTAL, dnd EPPS scores of student teacher and cooper-
ating teacher pairs were related to My Class scores. Teacher peirs higher on the (TRD)
instizutional (Righly structured) scale, had sstisfaction of children significantly and
positively associsted with attitudes toward children, and (EPPS) deference, order, stase-
ment, snd endurance. Conversely, teacher pairs high on the (TRD) individual (unstructure
scale, had satisfaction in climate associated with attitudes towerds children snd (EPPS)
exhibitionism, autonomy, succorsnce, change, heterosexuaslity, gnd aggression. In the
present study only student teachers' scores were used and no relstionships smong the
variables vere established. The explanstion of the fallure is perhaps best provided by
Getzels and Jackson.

. . .despite the critical importance of the problem and a haif-

century of prodigious rescarch efforts, very little is known for

certsin about the nature and measurement of teacher personality,

or about the rs}.uon bitween tcacher personality snd teaching

effectiveness.

In other words, inconsistent resulis are not unexpected in dealing with measurements of
teacher personality characteristics.

Placing the student teaching experience within tbe context of the total class-
room appears to be a praductive avenue for further research on the importence of this
expericzrce to the student, his cooperating tescher, and to his children. Although the
direct mtJsures attempted of the ul.tlonshlpﬁgle perception to personglity character-
fstics were not fruitful, the indirect ueasures of these through classroom climate,role
perception and teacher behavior do support the basic rationale of the psycho-social
wodel that teaclier behavior is relat:d directly to certain role expectations and in-
directly to personality characteriztics.

Therve are implications of these results for teacher training programs. Before

a student teaching experience, the prospective rescher should develop skills which

19
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ssasitize him to children's perception and responaes to him in a classrcom,particularly
those responses not measured by achievement test scores.

The use of the COR by student teccher supervisors as a baais for providing
fecdback to the student should be explored further. Perhaps by comparing observations
of the teaching behlviotlogne cooperating teacher with those of the stident teacher,
ctrategies cculd be devised to avoid potential conflicts throuzh early identification
of ureas of agreezent and divergence.

Finally, there 13 a n2ed to identify technijues for acquiring and processing
information about teccher personality charscteristics tnat would relate clearly and

ronsistently to other dimensions of the world of the classroom.

O
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TABLE 1
MEANS AND STANDARD DEVIATIONS OF STUDENT TEACHERS
ON ZPPS, MTAI, AND TRD ¢{N=39)

VWV SN ONWVMONO O W

EPFS .. Mesn s.D.
Achievenent 13.23 4.9
Deference 10.67 4.0
Order 7.13 3.5
Exhibitionism 12.28 2.9
Autonory 15.28 4.6
Affiliation 17.59 3.6
Intraception 19.05 4.4
Succorance 13.79 4.3
Dominance 12.49 3.5
Abase=Zuc 13.77 5.3
Nurturance 17.00 4.5
Change 18.36 4.9
Eodurance 11.00 5.05
Heterosexuality 16.72 4.89
Aggrersion 11.82 4.08

TRD
Nomothetic 30.87 8.62
Transactional 47.38 8.43
Idlogtlphlc 38.74 9.19

MTAL
(Stendard Scoring) 64.15 18.04
{Leeds Scoring) 33.87 10.43




TABLZ 2

COHPARISGHS OF MEANS BY T-TESTS OF 5 SCALES 02
THE MY CLASS IN7UNTORY - PRETEST “W=158) VS. POSTTBST (N-127)

- -- t— - — - —— —

iy Clais Scale _lemm = $.D.  Difference I-Test  Sigatf.
Saticfac-ion Pre 19.94 4.59 1.33 2.111 236
Post 18 61 6.05
Friction rre 19.91 4.09 -0.06 -0.13 1.00(Appro.s)
Tast 19.97 4.26
Conpelition Pre <0.72 4.C9 0.41 0.81 0.419
Post  29.31 4.53
Difficulty Pre 15.98 3.32 0.61 1.50 0.136
Post 15.36 3.58
Intimacy Pre 21.34 4.00 0.56 1.19 0.235
Post  2¢.17 3.94
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TABLE 3

EARLY (FEBRUARY-MARCH, N=11) VS. LATE (MAY-JUNE, H=l7)
OBSERVATIONS, T-TESTS (SIGRIFICANT DIPFERENCES ONLY)

Classroom Observation Record Variable:

Dependent - Initiatiog

Autocratic - Democratic

Narrow - Broad

Early
Late

Early
Late

Early
Late

4
=]

23

S.D.

1.29
1.42

Difference

-1.11

-1.12

-1.70

-3.13

0.047

0.025

0.004
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TABLT &

CLASSROOM OBSERVATIORS, ROLES, NEEDS, AND ATTITUDES:
(SICNIFICANT CORRELATIONS ONLY; N=11)

TRD

*
Obsecvation Scales Nomo .

9arsn-Kindly x) .76

2esuricted-Urnderstanding (z) .62

Partfal-Fair .63
Jutocretic~Democratic (X) .63
Alcaf-Responsive x) .86

Apathetic-Alert (pupils)
Excicable-Poised (Y) 11
I-rature-Incegrated .66
Iisc.panized-Syscematic (Y)

‘i rrow-Broad

Pessimistic-Optinistic (X)

Trans. ldio.

.71 .56
.66
.80 iy [
.61

EPPS NMTAL
Affil. gres. Exhib. Hetero. (Leeds)
.68
-.68 .64
-.62
-.13

.75
.67

.64

*
Lelters in parenthetes after soive scales {ndicate the Ryant' patterns they relate wost

clonsely te
r> .602, p = .05

£ .735, p = .01

O
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